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   ​CHAPTER ONE  
 
Introduction 
 
College Journey 
 
After high school I went onto college not knowing what I wanted to be when I grew up. 
As I went through my first year, I kept thinking about what I could see myself doing as a career. 
My grandpa thought I would be a nurse, but I cannot stand seeing people in pain, so that was out. 
I thought about business, but I could never really picture myself in a cubicle all day.  
Sophomore year came around and it was time to declare a major. I decided that my love 
for children could not be overlooked and found myself in the first course toward my journey as 
an educator. During my first field experience, I was placed in a second grade classroom to 
complete my observation hours. After that experience, I knew my vocation was to be an 
elementary teacher. As I moved along in my program, I loved every field experience I was 
placed in around the Twin Cities. During one clinical, I even found myself back at the 
elementary school I attended, where I completed my kindergarten field experience with my 
former first grade teacher. I was also able to go into the classroom of my favorite teacher and 
was given the opportunity to tell his class that he was the reason I became a teacher. Knowing I 
could possibly impact a child’s life in the same way he impacted mine, is astounding.  
Finding My Way 
After student teaching in a kindergarten classroom, I was excited to apply for jobs and 
my fingers were crossed that I would find myself in a kindergarten teaching position.  If I could 
start my teaching career as an extension of my student teaching experience that would be great, 
however, things did not work that perfectly. Unfortunately, I was not able to find a teaching 
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position and found myself as a substitute teacher. I learned a lot by being a substitute, but after 
five years and no luck of securing a teaching job, I tried to figure out what my next step should 
be in my career. Stay in a field where it seems impossible to find a job or find something else I 
could be so passionate about?  
In this quest for an answer, I found myself substitute teaching at a school that had 
AmeriCorps volunteers in a program called Reading Corps. This AmeriCorps program is in 
schools statewide providing pre-k through third grade reading interventions to students who 
struggle with reading. The following school year, I became an AmeriCorps volunteer and went 
back to school at Hamline University for my reading license. I learned so much from completing 
both experiences side by side. For example, I could see how I was making an impact on the 
students I was seeing and their reading ability. In addition,  I was learning other effective ways to 
personalize the learning of my students to meet their needs.  
Teaching Interventions 
Once my AmeriCorps experience was complete and I had received my reading license, I 
returned to applying for teaching positions. I accepted a job in a suburban school district as a 
reading and math intervention teacher. Primarily, this is where my experience as a teacher has 
been, with struggling students. Fortunately, I have found that I can greatly impact their way of 
thinking about school and I can show them that they can have success. I have been able to work 
with small groups of students and create relationships, to show them that I believe they can do 
anything they put their minds to and that they can climb to the top of the mountain if they really 
want it. I have seen the success, the joy when the light bulb turns on. However, there are always 
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the students who you try everything in your “teaching bag” and nothing seems to work. These 
students remain a mystery, a challenge for me.  
  Over the years, I have gone back and forth about what is best practice for an 
intervention teacher. I have also thought about what is best for student growth and success. What 
I have struggled to understand is what is the best way to teach students who are not successful in 
the mainstream classroom?  Is a pull-out model the best way to intervene or will a push in model 
be more successful? What interventions can teachers do in their mainstream classroom that can 
have an impact on student learning and what impact can I have as a Tier Three reading 
specialist? The question that I have most recently been pondering is:​  How can I best support 
classroom teachers with their use and understanding of Tier Two interventions?  
Supporting Teachers and Students 
This confusion about Tier Two interventions came up a few years ago, when I was 
teaching kindergarten. A handful of my students seemed to have a difficult time catching on to 
the standards that were being taught. Therefore, I knew that I had to find other interventions to 
help get them where they needed to be. The question that kept coming up was what is considered 
a Tier Two intervention and what data do I need to collect to show growth, or lack of growth, in 
student achievement?  I was struggling to understand what was defined as a classroom Tier Two 
intervention and what data the problem solving team (step taken before a referral can be made), 
needed to make decisions on what the next steps would be for that student. I was doing so much 
to differentiate for these students, but was it considered an authentic intervention? I wondered, 
would it be that data they needed to have a larger discussion, make bigger decisions and move on 
with what that student needed?  
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This same question emerged as I moved to a new district this school year and classroom 
teachers were told they needed complete Tier Two interventions for six weeks in their 
classrooms before requesting a problem solving meeting and moving on to more intensive 
one-on-one interventions or possible special education evaluations. As I became acquainted with 
the school, I found that several teachers did not know what was expected of them with these Tier 
Two interventions. They were coming to problem solving meetings with little to no data to share 
and were frustrated that nothing could be done until they completed some interventions.  
 Although most of the students that came through the problem solving process need some 
sort of intervention, many did not receive reading intervention services through me or my team. 
My role in the district uses a reading intervention teacher in a pull-out model. This means, I see 
students in groups ranging from one-on-one and up to four students in a 30 minute block. 
Currently I work with 19 students at a variety of reading levels. The toolkit I created will cover 
students in every grade level due to the amount of need that can be found at each grade level. For 
example I currently work with 2nd-5th graders that are all reading at a first grade reading level. 
So the missing foundational skills can be found within the kindergarten/first grade standards. 
The implementation of Response to Intervention (RtI) has loosely been in place for a few years, 
but has been looked at more closely this year for fidelity and getting back to the original reason 
students should be placed in intervention. Our students’ needs are very high and there is little 
possibility to have all the students that fall under the category of “at risk” receive interventions 
from the four reading specialists we have in the building.  
Summary 
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This brings me back to my question:  ​How can I best support classroom teachers with 
their use and understanding of Tier Two interventions? ​ In this capstone project, I created a 
toolkit for teachers to help them understand what a Tier Two intervention looks like and how to 
align it with what they are already doing in their classrooms. Ideally, teachers need to understand 
that Tier Two interventions do not need to be another thing added their already overflowing 
plate.  
Looking Ahead 
The second chapter of this capstone will provide insight into the research that has been 
done on RtI and Tiered interventions. First, the focus will be on what is RtI and how is it used in 
public schools. Next, the focus will be more on what the different Tiers of intervention look like 
in a school using RtI. Finally, the literature review will examine how classroom teachers can 
implement Tier Two into their classrooms. 
Following the literature review, chapter three will describe the methods and tools I used 
to create the toolkit. Chapter four will explain the results of my findings and this is also where 
the complete toolkit can be located. Finally, chapter 5 will be a reflection of my research, 
including revisiting my literature review, possible implications and limitations, my next steps 
and a summary of the project.    
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Chapter Two 
 
Literature Review 
 
Introduction  
 
To say teaching is an easy job is like saying anyone can run a four minute mile. The 
complexity starts in the core classroom where teachers try their hardest to teach 25-30 students 
grade level standards and differentiate to meet the students needs along the way. When these 
strategies do not work, teachers must track data and see where the student is in need of help. 
Tracking a student’s progress can happen in several different ways depending on the school 
district. In any case there needs to be some sort of progress monitoring for the next steps to 
happen. Those next steps might be changing the intervention, adding a Tier Three intervention to 
the student’s daily schedule or a referral to special education.  
This chapter is about the research that has been done on Response to Intervention (RtI) 
and Tiered interventions. First the focus will be on what RtI is and how is it used in public 
schools. Next, the focus will be more on what the different Tiers of intervention look like in a 
school using RtI. Finally, a look at how classroom teachers can implement Tier Two into their 
classrooms. Which brings me to my research question:  ​How can I best support classroom 
teachers with their use and understanding of Tier Two interventions? 
Response to Intervention 
The National Joint Committee on Learning Disabilities (2005) explained that the “RTI” 
process should include the following: 
1. High quality, research-based instruction and behavioral supports in general education. 
2. Scientific, research-based interventions focused specifically on individual student 
difficulties and delivered with appropriate intensity. 
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3. Use of a collaborative approach by school staff for development, implementation, and 
monitoring of the intervention process. 
4. Data-based documentation reflecting continuous monitoring of student performance and 
progress during interventions. 
5. Documentation of parent involvement throughout the process. 
6. Documentation that the timelines described in the federal regulations are adhered to 
unless extended by mutual written agreement of the child's parents and a team of 
qualified professionals. 
7. Systematic assessment and documentation that the interventions used were implemented 
with fidelity. (p. 2). 
 
All seven steps listed above show how intense an intervention should be with several people 
involved in the process. Fuchs & Fuchs (2009) are very honest about RtI, they say, “Doing RtI 
right is not for the faint of heart...but the potential payoff of doing it right is large” (p. 251). 
Fuchs & Fuchs go on to say, “It requires close coordination of services delivered by different 
personnel at different prevention levels (2009, p. 251).” These explanations go to show that RtI 
is very successful, if schools follow its procedures correctly.  
Tiers of Intervention  
There are three Tiers of intervention that can be found in an educational setting. In this 
section each Tier of intervention will be explained, what each Tier looks like in a school setting 
and how they are defined. For a school to implement a Tiered RtI program, certain steps need to 
be in place for it to be successful. Buffum (2009) lists the steps as: 
● Implementing a core program (Tier 1) 
● Employing universal screening 
● Implementing a classroom intervention 
● Monitoring students’ progress to the supplemental intervention 
● Initiating an intensive (Tier 3) intervention 
● Monitoring student progress in response to the intensive intervention 
● Assessing students to determine whether they have a learning disability (p. 32) 
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These interventions are supplementary and “are not meant to replace the core, but to provide 
additional, more exposure to core concepts” (Buffum, 2009, p. 32) and provide  more 
opportunities and more time to understand strategies taught to them.  
Tier One. ​Tier One will benefit the entire class. It is the core curriculum used in the 
classroom and is taught to all students. Within the core, teachers need to use an assessment to 
check that a student is becoming proficient at a skill. These assessments are usually created 
within the curriculum or by the school district. There should be differentiated support in the Tier 
One program because learners do not learn the same way. Buffum (2009) explains how a school 
needs to strengthen the core before moving on to strengthening interventions. To make this a 
reality, there may be a key for the standards that lists them as essential, important or enhancing. 
Thus schools that have a core problem should only look at the essential standards and make sure 
they are covered and use the rest of instructional time on the standards that were not met in the 
previous grade. This makes the linear look across grade level standards an essential part of any 
grade levels lesson plans. When creating lesson plans Buffum (2009) says instruction must be 
direct, explicit, and high-quality, that gradually releases responsibility through a routine of 
teacher modeling, guided practice and independent practice” (p. 84). The method of “I do,” “we 
do,” then “you do.” Moving from Tier One to Tier Two may look quite different, yet the 
curriculum used can be the same in some cases.  
Tier Two. ​A Tier Two intervention is considered to be supplemental to the Tier One that 
is already happening in the classroom. It is a targeted intervention “designed to address learning 
challenges that emerge during screening and diagnostic evaluation” (p. 15). According to 
O’Connor (2005), the focus of a Tier Two intervention is still on skills that are considered Tier 
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One (whole class curriculum), but using them in a small group with extra practice and possible 
slower pace. Baker (2010) explains that in the primary grade K-2, Tier One and Two can be 
integrated, but at the intermediate grades this may be more complex due to the greater gap in 
grade level instruction and what the struggling student needs. Baker goes on to say that by using 
an instructional scaffolding strategy, abstract concepts can become more concrete. ​Mendenhall 
(2013) explains that ​keeping students in the classroom and modifying the curriculum had 
positive results. These positive results can be seen through less transitions, more community 
building time with the entire class and overall comfort of the students. Mendenhall also says that 
Tier Two interventions are completed by the primary classroom teacher with support from other 
experts (2013). Teachers are not alone in doing interventions; they are the ones to implement the 
actual intervention, but they are not expected to figure it out on their own. For example, support 
staff can help in several ways such as administering additional diagnostic testing to determine 
what specific support is needed for a student in need of a Tier Two intervention (Mendenhall, 
2013).  
The district also must be involved to decide on a cut score as an indicator for 
intervention. If students fall at or below that score, they should start receiving a Tier Two 
intervention from their classroom teacher (Mendenhall, 2013). It is important to know that when 
progress monitoring, there were no significant differences in results between a cold read and 
warm read as an assessment (Mendenhall, 2013). Additionally, teachers need to progress monitor 
students weekly or biweekly to help make future decisions. Although Tier Two instruction can 
be modified curriculum, it should be separate from Tier One instruction and the groups “should 
be flexible with students moving in and out...within eight to twelve weeks” (Whitten, 2009, p. 
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145).  Fuchs and Fuchs (2009) explains that once we progress monitor at this level and “the data 
suggests that the student is not responsive, one important conclusion is the he or she probably 
requires the most intensive, nonstandard instruction available” (p.251). Thus, when data shows 
that Tier Two is not working the next step is to increase intensity, which “could include more 
frequent application of the Tier Two intervention” (Buffum, 2009, p.98) or the need for a Tier 
Three intervention.  
Tier Two is also described by ​Kaminski (2015) as a​ small group intervention focused on 
specific skills the children are missing; this may be phonemic awareness, phonics skills, or 
comprehension. One thing we do know, Denton (2011) explains, is that instruction for 
interventions must be “delivered within structured, carefully sequenced, well-organized 
lessons”(p.6). Students should also have “daily opportunities to read and respond to connected 
text at an appropriate level of difficulty” (p.6).  
Another way teachers can simply integrate Tier Two into their lessons is to integrate Tier 
Two with Tier One in small groups for more intense instruction. Baker (2010) says integrating 
Tier One and Tier Two instruction may only be possible at the primary level. Once a child is 
considered in the upper elementary grades, the focus is not learning to read anymore, but reading 
to learn and the content becomes more complex to integrate, especially if the student is 
significantly behind. This will help pre-k through 2nd grade teachers implement Tier Two 
interventions easily, they can use the materials they already have and are using in Tier One to 
support students in a Tier Two intervention. Formative assessments should be used for 
interventions, not summative, because intervention is about growth, not specifically meeting 
benchmarks (Denton, 2011). Teachers should celebrate the growth that students make even if the 
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growth made is not to grade level. Denton (2011)  reminds of the need for balance of mastery of 
a skill and  keeping a pace for students to “close the gap” in their learning. Students that are 
extremely behind do not have time to master a skill, but be secure enough to move on to the next 
skill needed to close the gap. Struggling readers need to learn specific skills to close that gap, but 
we have also “known for two decades that when classroom reading lessons are meaning focused, 
struggling readers improve more than when lessons are skill focused” (Allington, 2013, p. 529). 
Although Allington says teachers must develop meaning focused lessons, we cannot forget that 
“during a guided practice, students practice newly taught skills in isolation, as well as the 
application of these skills in reading and writing, with teacher feedback” (Denton, 2011, p. 7).  
Another way to look at data and use the professional judgement of the classroom teacher, 
is to think about the specific learner. Although there are many reasons why a student may 
struggle, one of those reasons may be effort. Buffum (2009) explains there are two kinds of 
learners “failed learners (students who failed to learn) and non learners (students who failed to 
try)”  (p. 89). These two kinds of learners need different Tier Two interventions. Buffum goes on 
the explain that the learner that fails to try needs interventions where things become mandatory, 
goals are set and possible rewards once goals are met. Whereas the learner that fails to learn 
needs differentiated instruction. This also can help differentiate the students that may need to 
move into a more intensive intervention, Tier Three.  
Tier Three. ​This is the last intervention before special education testing is considered. 
Tier Three is defined as an intensive intervention. ​Kaminski (2015) explains, ​Tier Three 
interventions are more intensive and sometimes a one-on-one intervention for students with 
many gaps in their skills. In a Tier Three intervention, a teacher works with a small group of 
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student ranging from one-on-one to groups of two or three, for 30 minutes of intensive reading 
instruction five times a week (Brown-Chidsey, 2009, p. 20). During this time, the lessons should 
include all the components of a guided reading lesson: phonics/word work, looking back at the 
book that was read and asking comprehension questions about it. Introducing a new book and 
looking at specific vocabulary words or finding what background knowledge the students have 
on the topic. These lessons must be paced at a speed appropriate for the students in the group and 
should be progress monitored for growth (Mendenhall, 2013). These interventions should also be 
be taught by highly trained teachers. In research conducted by Reeves (2007), he explains that 
one of the most effective strategies, is to have highly trained teachers working with the most at 
risk students. Which makes a lot of sense, highly trained means more strategies for differentiated 
learning.  
Tier Three instructional “material may come from below the student’s grade-appropriate 
curriculum (Fuchs & Fuchs, 2009, p. 251) and may become individualized at this Tier. Educators 
need to make sure the highest quality interventions are provided to all students before referring 
to special education. There should also be a data analysis completed before referring to special 
education. Fuchs and Fuchs (2007) has a list of criteria that included the questions of 
performance, comparison to peers, and if there is growth happening in the intervention.  
A Tier Three reading intervention that is used by several school districts is a reading 
curriculum called Leveled Literacy Intervention (LLI). This curriculum has different leveled kits 
that have both fiction and nonfiction text. The lessons in LLI also have all the components of a 
guided reading lesson: phonics/word work, looking back at the book that was read the previous 
day and asking comprehension questions about it. Introducing a new book and looking at 
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specific vocabulary words or finding what background knowledge the students have on the topic. 
This intervention program is designed for students that “need intensive support to achieve grade 
level competencies” (Fountas & Pinnell, n.d., ¶ 2). They went on to say that students should only 
be in this Tier Three intervention for twelve to eighteen weeks; meaning a Tier Three 
intervention should not be a year long plan and progress monitoring is needed to make future 
placement decisions.  
Implementing Tier Two into the Classroom 
Each Tier has been broken down to show what what the focus of each Tier looks like and 
how it should be taught. Knowing this information helps move forward with my question: ​How 
can I best support classroom teachers with their use and understanding of Tier Two 
interventions? ​Buffum (2012) explains an intervention as “anything a school does, above and 
beyond what all students receive, that helps a child succeed in school” (p. 129).  He continues to 
explain that highly effective interventions need to be research-based, direct, targeted, given by 
highly qualified teachers, and they need to be timely. All of these characteristics need to be in 
place for an intervention to be successful.  
An intervention can be as simple as small group instruction and intensifying the Tier One 
materials to fit the group’s instructional level (Baker, 2010). The key for this intervention to 
work is to make it consistent, if the plan is three days a week, embed the intervention into the 
schedule for three days a week. If this is not consistent, Buffum (2009), explains that a “school is 
in effect, telling students that success and failure are optional” (p. 62).  
The intervention should also be given by a qualified teacher, not a para or a volunteer. 
The classroom teacher needs to find time in his/her schedule to work with these students and use 
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their knowledge and strategies to help them grow. As Baker explained above, the time to 
complete these interventions can be during a small group instruction time.  
Whitten (2009) describes a way of overseeing Tier Two groups is that “grade level teams 
divide instructional areas…, allowing teachers to provide expert instruction in one or two skill 
areas (p.146).”  She goes on to explain that if there is a designated time in the day for 
interventions, students can go to the team member that is an expert in the intervention 
specifically needed for that student or students. This would be an effective and efficient way to 
help every student in the grade level. In addition to the small group time to complete the 
interventions, teachers need to complete progress monitoring. As explained in Tier Two, as a 
student makes progress, or not enough, the groups need to change and the progress monitoring 
data becomes very critical in making those decisions.    
Johnson (2013) describes a simple way that teachers should be given the flexibility to 
make decisions on the instruction their students needs and adjust their instruction at anytime. 
Teachers are professionals and can make best practice decisions for their students. This is not to 
say there are not specific components that should be in every lesson. Intervention lessons should 
use direct instruction. “Direct instruction relies on three critical components: (a) organization of 
instruction, (b) program design, and (c) presentation techniques” (Johnson, 2013, p. 206). 
Johnson continues explaining how the program design lays out specifically what is needed. From 
specifying objectives, to examples, and a diagnoses of skills.  
Kaminski (2015) said that ​we must choose what is the highest priority and have it small 
enough that we do not overwhelm or confuse the children. By choosing one focus, instead of 
every skill that a child needs, will help them grow faster than overwhelming them and having 
20 
them shut down (​Kaminski, 2015). ​Even in preschool children come in with a wide variety of 
skills and teachers must begin differentiating instruction as soon as possible. ​Vellutino (2006) 
says reading difficulties can be prevented for those students seen as at risk if they are identified 
in preschool or the beginning of kindergarten. When trying to decide where to start, Kaminski 
has found that we must connect phonemic awareness to reading or children will have a difficult 
time connecting the skills to reading later on. He has also found that knowing initial sounds in 
words has been seen to increase literacy skills in Kindergarten and the use of phonemes is more 
successful than phonological units such as “identifying words in sentences, blending and 
segmenting syllables, identifying and producing rhymes, and blending and segmenting phonemes 
in words (Kaminski, p. 6, 2015).” As stated by ​Brown-Chidsey (2009), “phonological awareness 
is a skill that must be taught directly, explicitly, and with opportunities for review and practice” 
(p. 81). Brown-Chidsey also states that “if a student can hear and manipulate the sounds in 
spoken words, they are able to do things like segment sounds, blend sounds, or change sounds in 
words” (pp. 81-82), which is a strong predictor of future success in reading.​ Once a student’s 
phonological awareness is in place, O’Connor (2005) says the focus of interventions at the first 
grade level should include decoding and learning sight words or more phonics based skills. Once 
these skills are learned, and/or students are in upper elementary grades, they can move on to 
more separated reading needs and not just a phonemic foundation.  
There are several if/then charts in books and websites helping educators know what to do 
if a student is struggling. Whitten (2009), has a easy to read chart inside her book and several 
strategies to go along with them. A few examples include “What to try when a student cannot 
rhyme: Word Families and Pattern Sorts. What to try when a student guesses at words using only 
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the first letter: Strategy Access Rods, Letterboxes, and Word Families” (p.159).  Several of the 
strategies she listed can be found in the flip chart in Chapter Four.  
Conclusion  
This chapter explained the overall Response to Intervention (RtI) process and how 
schools are using it to help students find success and move toward grade level expectations. 
move children in the right direction. Each Tier in the RtI process was explained in detail so that 
educators can differentiate each of the Three Tiers and how they work. Knowing how the Three 
Tiers work will help understand how to implement Tier Two interventions in the mainstream 
classroom. This research describes what needs to be done before the RtI process can work 
effectively in a school. Once the process is done well, the results will show that it works and can 
strengthen all Tiers starting with Tier One, or the core, in the mainstream classroom.  
Chapter Three discusses the methods used to create a toolkit that mainstream teachers can 
use to implement Tier Two interventions within the classroom setting. It explains where the 
toolkit will be used and how it was created to assist classroom teachers in finding what at risk 
students are missing and need to catch up.  
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Chapter Three 
 
Methods  
 
 
Introduction 
 
Chapter Two included research findings to support the question: ​How can I best 
support classroom teachers with their use and understanding of Tier Two interventions?​ It also 
provided more information about how the RtI process works, walked through the different Tiers 
of intervention and found ways of implementing Tier Two interventions.  
Chapter Three explains the methodology to the intervention toolkit and includes the 
setting that this toolkit could be used in and who the participants may be. This chapter describes 
the research paradigm, which includes how the information was collected and the procedures 
used to complete the toolkit. It begins by describing the research paradigm that was used to 
complete the toolkit.  
Research Paradigm 
The research paradigm used for this toolkit was qualitative research. This research in 
transformative in nature. Creswell (2014) explains the research format to be  “similar to the 
constructivist/interpretivist format except that the inquirer identifies a specific transformative 
issue being explored in the study, advances a collaborative form of data collection, and mentions 
the anticipated changes that the research study will likely bring” (p. 117).  Qualitative research 
was chosen because there is a need in my school district for a transformative action. This 
research and creation of the Tier Two toolkit, will help bring the practice into reality by 
clarifying what a Tier Two intervention looks like and how completing progress monitoring can 
23 
effectively help struggling students learn and grow. This toolkit will also transform the lessons 
into need based learning, not just grade level standards learning.  
Setting 
The toolkit was created for the use of public schools using the RtI process to help the 
most at risk students. Specifically the school I have created the toolkit for is an inner-ring suburb 
of Minneapolis, Minnesota. The school currently has 516 students enrolled in kindergarten 
through 5th grade. The population is diverse with 48% Hispanics students, 34% Black students, 
8% White students, 7% Asian students and 2% Native American students. Eighty-seven percent 
of the student population receive free or reduced lunch and 50% of the population are English 
Learners. The poverty rate is high and the population can be transient throughout a school year. 
Sixteen students are homeless. The school has a school-wide Title one program which includes 
four intervention teachers. Annual Yearly Progress (AYP) has not been met in reading since 
2012. The toolkit is to be used in a mainstream classroom setting. Teachers can quickly complete 
an intervention with a student during different times of the day depending on their needs. It could 
be an one-on-one intervention right away in the morning or it may be a small group intervention 
during a reading block.  
Participants  
The toolkit was designed to be used by Kindergarten through fifth grade teachers with 
at-risk students in their classrooms. The range of levels can vary so much throughout each grade 
level, this toolkit will be able to assist with these at-risk students.  It will help approximately 26 
classroom teachers identify where to start and where to go once they have determined an 
intervention is needed.  
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Methods  
To determine what teachers need and want to make the toolkit useful,  I created a survey 
(Appendix A) to give to teachers, asking them that very question.  I chose to have the survey be 
anonymous, so that teachers felt that they could express their needs without feeling like someone 
was going to blame them for not knowing what to do or how to do it. The survey was given to 
twenty teachers and I received eight responses. It consisted of five questions and the questions 
how the teacher was feeling about Tier Two interventions and what they needed to be successful 
in teaching them.  
Google Slides Presentation 
The results of the survey indicated that teachers would like something that can be used 
within a guided reading lesson, ready to use interventions, interventions that the kids can have 
fun with and the time to complete them. Guided reading was selected as a focus because it is the 
most efficient way of implementing Tier Two. A google slides presentation was developed to 
first be a quick reference tool to help teachers know where to start and where to go in the 
intervention process. It also was decided that an electronic version would be used more often 
than a hard copy that could be placed on a shelf and forgotten or misplaced altogether. Included 
in the slides are resources/interventions to use in the classroom that are considered Tier  Two 
interventions.  
Resources in the slides were selected for multiple reasons. First, teachers will begin by 
completing a phonics assessment. My current school district uses an assessment that can be 
found in a variety of places online. It is called the CORE Phonics survey and one place it can be 
found is at: ​  ​https://drive.google.com/file/d/0B3UYdyPeljwYV3Fpd19hc2MwSWs/view?pli=1 
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This assessment can be given throughout the school year to see if students are making progress 
on a specific skill within phonics. It should not be used as a primary progress monitoring probe. 
Those can be found in the toolkit in chapter four. Secondly, once teachers have completed this 
assessment they can move on to the flip chart, which can be used like an if/then chart. If students 
didn’t “pass” the skill, which means they received 10 or less correct in the section, and is 
determined that they need an intervention in this category. This is where the flip chart will be 
useful. Each page has a list of interventions and progress monitoring that can be used for a skill. 
Teachers can click on the links to find all the resources needed to get started with the 
intervention.  
Third, the interventions that will assist teachers in the missing skills that the students 
have. Although the school already has a great start on intervention packets, teachers need to 
know when and how to use them effectively. These interventions can be found at the following 
websites: 
1.   ​http://www.fcrr.org/Curriculum/studentCenterActivities.shtm 
2. http://www.tpri.org/resources/blackline-masters-PAA.html  
3. https://www.hand2mind.com/pdf/kindergarten/chapter_2.pdf 
4. http://www.linkslearning.k12.wa.us/reading_links/readingmanuals/PhonemicAwa
renessPARTICIPANT.pdf  
The websites were selected because I have found each one to be useful in my own teaching. The 
Florida Center for Reading Research is what I believe to be a leading University in reading 
research and reading interventions. The second site links to several easy to use interventions that 
have been some of my most used interventions. The third and fourth websites was selected 
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because it links to important information about phonological awareness. On the first two 
websites, the interventions are separated by skill and can easily be found to print and use. The 
last two websites have more information to begin with and farther into the site interventions can 
be found. To assist my co-workers in this process, a few of them have already been copied and 
are available in the school’s book room. Variations to a few of the interventions have been made 
either on the google slide or on the intervention page itself under the variations section. These 
slight changes easily move a phonemic awareness intervention into a phonics lesson. It can also 
benefit the student’s understanding of how the two skills connect and create reading success.  
Chapter Summary  
In this chapter the setting of the district, school, and where the toolkit will be used were 
described. The methods used were a teacher survey to collect information to start creating a 
toolkit of interventions that would be easy to use, ready to go and could be used during guided 
reading. I was able to find credible research-based interventions for teachers to use and word lists 
for skills.  
 Chapter Four contains my intervention toolkit along with results of my literature review 
and some of my own recommendations for the use of the toolkit. Chapter Five is where I will 
reflect on my research, explain my implications and limitations, and how my research question 
will aid and create more questions about what’s best for kids.  
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Chapter Four 
 
Results 
 
Introduction 
To an elementary classroom teacher time is priceless. Finding time to fit everything into a 
day is nearly impossible. It seems that a teacher’s plate gets fuller and fuller every year with 
nothing taken off to lighten the load. The next plate filler will be progress monitoring for 
students who have tested under grade level. Teachers are expected to not only progress monitor, 
but complete Tier Two interventions 3-5 times a week. In this chapter I plan to share my 
intervention toolkit and what materials I found to be most useful.  
 
Intervention Toolkit  
 A flip chart was created digitally with a google slides presentation to answer the 
question: ​How can I best support classroom teachers with their use and understanding of Tier 
Two interventions?​ The chart moves from phonemic awareness skills to phonics skills. Each 
page will help to assist the classroom teacher with multiple interventions and where to find 
progress monitoring to go with those interventions. Word lists were created for each of the 
decoding skills. Some of the interventions listed could be tweaked to work with other skills as 
well, if a teacher really found an intervention that worked well for both herself and her students, 
she could use it for several skills.  
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Click the link to see the  ​Tier Two Toolkit​ ​in it’s entirety.  
    
 
 
You will find both interventions and progress 
monitoring probes for phoneme segmentation 
on this page. If a student is unable to say each 
phoneme/sound in a word, select one or more of 
the interventions to implement with your 
student(s) for 6 weeks and use the probes  
to check their progress weekly or biweekly.  
 
 
You will find both interventions and progress 
monitoring probes for oral blending of 
onset-rime on this page. If a student is unable to 
blend the word when the onset and rime are 
provided, select one or more of the interventions 
to implement  with your student(s) for 6 weeks 
and use the probes to check their progress 
weekly or biweekly.  
 
 
 
 
You will find both interventions and progress 
monitoring probes for oral blending of 
phonemes on this page. If a student is unable 
blend the word when the segmentation is 
provided, select one or more of the 
interventions to implement with your student(s) 
for 6 weeks and use the probes to check their 
progress weekly or biweekly.  
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You will find both interventions and progress 
monitoring probes for identifying initial 
consonants on this page. If a student is unable 
identify the initial (or beginning) sound in a 
word provided, select one or more of the 
interventions to implement with your student(s) 
for 6 weeks and use the probes to check their 
progress weekly or biweekly.  
 
 
 
 
You will find both interventions and progress 
monitoring probes for identifying final 
consonants on this page.  If a student is unable 
to identify the final (or ending) sound of a word 
provided,  select one or more of the 
interventions to implement with your student(s) 
for 6 weeks and use the probes to check their 
progress weekly or biweekly.  
 
 
 
You will find both interventions and progress 
monitoring probes for linking letters to sounds 
on this page. If a student is unable make a 
connection between the letter name and the 
sound it makes, select one or more of the 
interventions to implement with your student(s) 
for 6 weeks and use the probes to check their 
progress weekly or biweekly.  
 
 
 
You will find both interventions and progress 
monitoring probes for rhyming on this page. If a 
student is unable hear how the ending sounds 
of two or more words rhyme, select one or 
more of the interventions to implement  
with your student(s) for 6 weeks and use the 
probes to check their progress weekly or 
biweekly.  
 
 
 
Complete the CORE Phonics Survey to see 
where to start with a student’s phonics skills. 
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You will find both interventions and progress 
monitoring probes for letter names- 
upper/lowercase on this page. If a student is 
unable to identify upper and lowercase letters 
select one or more of the interventions to 
implement with your student(s) for 6 weeks and 
use the probes to check their progress weekly or 
biweekly.  
 
 
 
 
You will find both interventions and progress 
monitoring probes for consonant sounds on this 
page. If a student is unable identify the sounds 
consonant letters make, select one or more of the 
interventions to implement with your student(s) 
for 6 weeks and use the probes to check their 
progress weekly or biweekly.  
 
 
 
 
You will find both interventions and progress 
monitoring probes for long/short vowel sounds on 
this page. If a student is unable to produce the 
long and short sounds for each vowel, select one 
or more of the interventions to implement with 
your student(s) for 6 weeks and use the probes 
to check their progress weekly or biweekly.  
 
 
You will find both interventions and progress 
monitoring probes for short vowels in CVC words 
on this page. If a student is unable to produce the 
short vowel sound in a CVC word provided, 
select one or more of the interventions to 
implement with your student(s) for 6 weeks and 
use the probes to check their progress weekly or 
biweekly.  
 
 
 
This is a word list to assist with the 
interventions that are focused on short 
vowel in CVC words.  
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You will find both interventions and progress 
monitoring probes for consonant blends with 
short vowels on this page. If a student is 
unable to produce consonant blends when 
given a word, select one or more of the 
interventions to implement with your student(s) 
for 6 weeks and use the probes to check their 
progress weekly or biweekly.  
 
This is a word list to assist with the 
interventions that are focused on 
consonant blends with short vowels.  
 
 
 
 
This is a continuation of the word list to 
assist with the interventions that are  
focused on consonant blends with short 
vowels.  
 
 
You will find both interventions and progress 
monitoring probes for Short vowels, 
digraphs, and tch trigraphs on this page.  If a 
student is unable to produce the sounds for 
short vowels, digraphs and trigraphs select 
one or more of the interventions to 
implement with your student(s) for 6 weeks 
and use the probes to check their progress 
weekly or biweekly.  
 
 
This is word list to assist with the 
interventions that are focused on short 
vowels, digraphs, and tch trigraph.  
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You will find both interventions and 
progress monitoring probes for 
R-controlled vowels on this page. If a 
student is unable to produce the sound that 
the r-controlled vowel makes, select one or 
more of the interventions to implement with 
your student(s) for 6 weeks and use the 
probes to check their progress weekly or 
biweekly.  
 
 
 
This is a word list to assist with the 
interventions that are focused on 
R-controlled vowels.  
 
 
 
 
 
 
You will find both interventions and 
progress monitoring probes for long vowel 
spelling on this page. If a student is unable 
read a word with two vowels together or a 
silent e, select one or more of the 
interventions to implement with your 
student(s) for 6 weeks and use the probes 
to check their progress weekly or biweekly.  
 
 
 
This is a word list to assist with the 
interventions that are focused on long 
vowel spelling.  
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This is a continuation of the word list 
to assist with the interventions that are  
focused on long vowel spelling.  
 
 
 
 
 
 
This is a continuation of the word list 
to assist with the interventions that 
are focused on long vowel spelling.  
 
 
 
 
 
You will find both interventions and 
progress monitoring probes for variant 
vowels on this page.  If a student is 
unable to read/produce sounds in words 
with variant vowels, select one or more 
of the interventions to implement with 
your student(s) for 6 weeks and use the 
probes to check their progress weekly or 
biweekly.  
 
 
This is a word list to assist with the 
interventions that are focused on 
variant vowels.  
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This is a continuation of the word list 
to assist with the interventions that 
are focused on variant vowels. 
 
 
 
 
You will find both interventions and 
progress monitoring probes for low 
frequency vowel and consonant spelling 
on this page. If a student is unable to 
read/produce the sounds in words that 
have silent letters or a soft letter sound, 
select one or more of the interventions 
to implement with your student(s) for 6 
weeks and use the probes to check their 
progress weekly or biweekly.  
 
 
This is a word list to assist with the 
interventions that are focused on low 
frequency vowel and consonant 
spelling.  
 
 
 
 
 
 
You will find both interventions and 
progress monitoring probes for 
multisyllabic words on this page. If a 
student is unable read/produce the word 
when provided, select one or more of the 
interventions to implement with your 
student(s) for 6 weeks and use the 
probes to check their progress weekly or 
biweekly.  
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This is a word list to assist with the 
interventions that are focused on 
multisyllabic words.  
 
 
 
 
 
These are links to interventions that 
can easily be adjusted to fit almost 
any phonics skill.  
 
 
 
 
Summary  
This toolkit will not only be useful for a Kindergarten through fifth grade classroom teacher, but 
possibly for EL teachers as they teach the rules in the english language. The phonemic awareness 
skills build on one another and the phonics skills will support the struggling reader with skills 
needed to become a proficient reader. The next and final chapter, Chapter Five, will reflect on 
my results, explain future implications and the limitations I came across while working on the 
toolkit, and what my next steps will be to share this important work with my colleagues.   
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Chapter Five 
       Conclusions 
Introduction  
In the previous chapter, I put together a toolkit that would assist in answering the 
question: ​How can I best support classroom teachers with their use and understanding of Tier 
Two interventions?  
This chapter will revisit the research from the literature review. I will share the 
implications and limitations of this capstone. Ito discusses the whys in which I plan to share my 
toolkit with my colleagues. In conclusion, I will share my ideas for moving forward with 
progress monitoring in the classroom and how it can find a place in the classroom.  
Reflection 
From the start, until the completion, I have had several thoughts and directions for this 
capstone. I asked myself the question, how will the work done really answer my underlying 
question​ ​ After reading the research and the process of response to intervention (RtI), I can see 
how the toolkit will be useful for a classroom teacher who may be already overwhelmed with 
standards and new curriculum.  
Revisiting the Literature Review 
Looking back at my literature review there was a big focus on the importance of 
phonemic awareness in early reading instruction. Once I started the toolkit, I became so caught 
up in the phonics skills that are needed, that I had to take a step back and remember what the 
research says and how children learn.  I was then able to find some phonemic awareness 
assessments and probes that would be useful for the students that are not quite ready for the 
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phonics skills. While researching phonemic awareness; my mind started to think about the 
kindergarten and first grade students I have worked with in the past years and how these skills 
are necessary to build a foundation for reading success. I was able to think about the individual 
students and see where they were on the path to becoming a reader. When I read about failed 
learners and intentional non learners, it made the vision of RtI much clearer. Classroom and 
intervention teachers can identify these students in their classrooms with the data found in the 
assessments. Through the assessments, it will be clearer what students should be receiving Tier 
Two interventions and which should be receiving Tier Three.  
There were a few readings within the research that I completely disagreed with. I read 
suggestions on how to create time for interventions, which I believe not to be best practice. 
Students today need more movement than ever before. These few articles suggested that the time 
could be taken from Physical Education or recess to catch students up. I can say through 
experience for the intentional non learners, that instead of success, there will be more failure.   
Implications and Limitations 
By creating this Tier Two toolkit, my hope is for teachers to find it user friendly and 
helpful. The idea behind it was to have a quick chart/mini book to look at and find interventions 
of the skills most students are lacking and need short mini lessons in, to catch up, and move on. 
From the survey I completed with teachers, the biggest need was time and resources. I hope that 
this toolkit will give them the resources they need to complete the interventions. I also hope that 
the interventions are seen as something they can fit into a guided reading lesson. If this can not 
be done, my hope is that the administration sees the importance of the Tiered interventions and 
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places time in the master schedule, where teacher can feel like they are capable and have time to 
get interventions and progress monitoring into their day.  
I had a difficult time knowing how far to go with my toolkit. I could have taken it farther 
by placing the different skills into the guided reading books and its lessons. Adding a supplement 
to the guided reading library would take years to do. Another limitation I faced was resources. 
The school I work in has several resources available to me, but some of them were purchased 
materials that I could not use as a part of the assessment and intervention pieces in the toolkit. 
These resources are apart of our intervention curriculum, Level Literacy Interventions (LLI) and 
could be looked at in school districts that have the same curriculum. These assessments and 
interventions are useful as they correlate with the intervention curriculum and the assessments 
classroom teachers use to assess all students two times in a school year. This limitation was 
probably the most difficult because for my school to benefit from my work, I will have to make 
tweaks to the toolkit.  
Next Steps 
To move forward with the next steps in this capstone would be to track the data for these 
interventions and see which ones really have an impact and which ones did not work as well. 
Another step would be to begin the work of inputting materials into the guided reading packets. I 
believe that this could be done as a schoolwide effort. With a little professional development and 
dedicated staff, the interventions could be imbedded into the guided reading lessons. As teachers 
use the books, they can look for phonics skills within the text that could be used in context after 
they complete the intervention. Once these skills are identified in the books, teachers can select 
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titles with the specific phonics skill that the student(s) lacks. Which creates instruction that is 
more personalized for students in a diverse classroom of needs.  
Summary 
My journey through the Master of Arts in Literacy Education has been a long and 
winding road. I started by taking courses to complete my reading license and not having too 
much experience with all the data and assessments that are placed in education today. I finish the 
program with several more years of experience and practice both in the elementary classroom as 
well as from the coursework at Hamline.  
I was challenged to ask myself,  “What is the important work that needs to be done in my 
career as an educator?” This question helped lead the way to the question I tried answering 
through this capstone: ​How can I best support classroom teachers with their use and 
understanding of Tier Two interventions? ​ I discovered that my question may not be answered 
completely for some and others it might just be what they need to successfully help their students 
grow. I have learned through this work that as educators we are all doing what is best for kids, 
but we need to lean on each other to find the resources and time to fit it all in on our already very 
full plates.  
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1. What do you need to be able to complete a Tier Two intervention in your 
classroom?  
 
7 responses 
 
● Copies of Tier 2 interventions I am using. 
● Having the materials ready, TIME 
● Assessment materials, curriculum, time 
● Easy to use resources and plans 
● Time and resources  
● Actual interventions that the kids have fun with and that are no prep for teachers. 
● Ready to go materials are nice.  
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2. ​What tools would be most useful in a toolkit? (example: an intervention that can 
be done in 10-15 minutes, something that can be added to a guided reading 
lesson, etc.)  
 
7 responses 
 
● An intervention that can be added to a guided reading group. 
● Skills embedded in a guiding reading text-ready to use 
● Something that could fit during the guided reading time would be very helpful.  
● An intervention to use with students and an assessment that is already made and 
easy to use.  
● Interventions that could be added to GR lessons. 
● Some type of game, something that interests the kids.  
 
3. ​From your point of view, what would the best possible way for interventions to 
be conducted?  
 
6 responses 
 
● In the classroom. 
● In a vacuum, the classroom teacher would be the one to administer an 
intervention. This includes the diagnostics and application of the intervention. 
From an upper elementary teachers point of view, diagnosing the skill deficits can 
be difficult with students who are multiple grade levels behind.  
● In a consistent and timely manner. 
● Needs based small groups. 
● If we are talking Tier 2, conducted by a para in the classroom. The teachers do not have 
time for extra interventions.  
● I think interventions can be flexible. I am okay with the push-in or the pull-out model, as 
long as the students are getting what they need.  
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APPENDIX B 
 
Consent letter 
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INFORMED CONSENT LETTER 
 
May 7, 2017 
 
Dear Staff,  
I am seeking your participation in a research study as part of my completion of my Masters of 
Arts in Education (MAEd) degree at Hamline University in St. Paul, Minnesota. This year, I will 
conduct my Capstone research based on the inquiry: ​How can I best support classroom teachers 
with their use and understanding of Tier Two interventions?  ​The purpose of this study is to help 
the classroom teacher successful conduct Tier Two interventions in the classrooms. The study 
will explicitly focus on creating a user friendly toolkit of resources that can be used for Tier Two 
interventions.    
Participation in this study is voluntary and open to taking the attached survey. After providing 
consent, I will use your feedback to focus on what is needed in classrooms to complete Tier Two 
interventions. Educators’ identities will be protected through anonymity during the study and all 
identities will remain anonymous in the final written Capstone. All data will be kept in a 
password protected electronic file. This research will be catalogued in Bush Library Digital 
Commons at Hamline University.  
 
Potential risks to participants are minor in nature as the survey is anonymous. Participation in 
this study can be ended at any time without negative consequences. If an observation of 
interventions is requested, then a pseudonym will be used and the grade level will be omitted. 
 
Participation in this research study aligns with the qualitative data needed to find what teachers 
need. Participating educators will take a short survey expressing their thoughts and needs. The 
time commitment for participating educators is a 3-5 minute survey.  
Data will be collected using the survey and the possibility of an observation in a classroom. The 
feedback from the survey will be completely anonymous. 
Results of this study will benefit participants as they move into the 2017-2018 school year. 
Results will benefit the [] Elementary by providing evidence of what classroom teachers need to 
complete Tier Two interventions. Results will benefit fellow educators by giving them the 
information and tools they need to complete Tier Two interventions in their classrooms.  
[], Principal at [] Elementary has given permission for this research to take place.  
Please contact me with any questions about the research study at [] or email me at []. You may 
also contact my Hamline Capstone Advisor, Jennifer Carlson at ​jcarlson17@hamline.edu​.  
Thank you in advance for your engagement!  
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APPENDIX C 
 
Assessment Tools 
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ASSESSMENT TOOL #1  
 
Yopp-Singer Test of Phoneme Segmentation 
 
 Description: The Yopp-Singer Test of Phoneme Segmentation is a list of 22 common 
words. Students are given the words and asked to break each word apart (segmentation). This 
test is administered individually and takes about five to ten minutes per student.  
This test was originally designed for English speaking kindergartners; however, it has also 
proven useful with first grade students and older individuals. (Note: Data have not been 
established regarding the use of this tool with English Language Learners because of the 
following variables: the potential difficulty with task directions and word familiarity, and some 
speech sounds that exist in English may not be meaningful, or even exist in the student’s 
language.)  
 
Using the results: Since a relationship has been established between phonemic 
awareness, success in reading, and spelling acquisition, Yopp and Singer’s assessment is 
especially helpful in early identification of areas where further instruction is needed. All or mostly 
correct responses indicate phonemic awareness, some correct responses suggest emerging 
awareness, and only a few correct responses suggest intervention is necessary. The teacher 
should observe and make notes on the list of test items; these will be helpful when planning 
instruction.  
 
Note: Since the actual phonemes are not designated on the attached assessment, it is 
important to make sure the person administering the assessment knows exactly how many 
phonemes are in each word and the sound of each phoneme.  
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
Yopp, H. (1995). A test for assessing phonemic awareness in young children. The 
Reading Teacher. 49(1), 20-29.  
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Yopp-Singer Test of Phoneme Segmentation  
 
 
Name ____________________ Date ____________ Score (# correct) ______  
 
 
Directions: Today we’re going to play a word game. I’m going to say a word and I want 
you to break the word apart. You are going to tell me each sound of the word in order. For 
example, if I say “old,” you should say /o/-/l/-/d/. Let’s try a few together.  
Practice items: (Assist in segmenting if necessary). Ride, go, man Test items: (Circle 
those items that the student correctly segments; incorrect responses may be recorded on the 
blank line following the item.)  
 
1. dog ___________________ 12. lay____________________  
2. keep___________________ 13. race___________________  
3. fine____________________ 14. zoo___________________  
4. no_____________________ 15. three__________________  
5. she____________________ 16. job____________________  
6. wave___________________ 17. in_____________________  
7. grew___________________ 18. ice____________________  
8. that____________________ 19. at_____________________ 
 9. red_____________________  20. top____________________  
10. me_____________________ 21. by_____________________  
11. sat_____________________ 22. do_____________________  
 
 
 
 
 
 
 
 
(Hallie Kay Yopp grants permission for this test to be reproduced. The author acknowledges the 
contribution of the late Harry Singer to the development of this test.)  
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Assessment Tool #2 
 
Kirwan Assessment  
 
Description: The Kirwan Assessment measures the following skills: onset and rime 
blending, phoneme blending, phoneme isolation, phoneme segmentation, and letter/sound 
correspondence. The assessment is administered individually. Passing scores are listed on 
each subtest. Once a student fails a subtest, no more sections are administered at that time. 
Students who do not pass every section are taught phonemic awareness and reassessed as the 
year progresses.  
 
Using the results: Results may used to: inform instruction, identify small groups within 
the classroom that need to receive additional intervention, and to help determine pacing of 
instruction. (The author has found that students with more phonemic awareness on this 
assessment move more quickly through beginning reading tasks).  
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
Kirwan, C. (2002). Kirwan Assessment. Longview, WA. (Permission granted to copy for 
use in schools. Not to be reproduced for sale.)  
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Kirwan Assessment  
 
Name____________________ Date__________  
 
 
A. Oral Blending of Onset-Rime 
 
 Directions: Ask the student to try to identify the word you are saying. Example: 
“/m/.../om/, what word did I say?” Other practice examples: /b/.../at/ (bat), /s/.../it/ (sit). 
 
 1. s...eem __________ 6. r...ide _______________  
2. th...en ___________ 7. n...ot ______________  
3. l...and ___________ 8. m...ake _____________  
4. d...ark ___________ 9. sh...ack ___________  
5. m...oose ________ 10. w...ish ____________  
 
Scoring: 9 or more is a pass. Score___/10  
 
 
B. Oral Blending of Phonemes 
 
 Directions: Ask the student to try to guess the word you are saying. Example: 
“/d/.../a/.../d/ (dad), what word did I say?” Other practice examples: /b/../e/.../t/ (beet), /w/.../ä/…/l/ 
(wall). 
1. th...e _______________ 6. r...o...d __________  
2. b...a...ck ____________  7. j...e...t ____________  
3. w...i...n ______________ 8. b...o...ne ___________  
4. t...r...ee _____________  9. a...sh _____________  
5. f...oo...l _____________ 10. d...r...aw ___________  
 
Scoring: 9 or more is a pass. Score___/10  
 
(Permission granted to copy for use in schools. Not to be reproduced for sale.)  
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Kirwan Assessment (continued)  
 
Name _______________________ Date__________  
 
C. Identifying Initial Consonant  
Directions: Ask the child to tell you what sound he/she hears at the beginning of the 
word. Example: “/C/ is the sound I hear at the beginning of car.” What sound do you hear at the 
beginning of dog?” /d/. Other practice examples: ran /r/, see /s/, Tim /t/.  
 
1. meet ______ 5. hear ______  
2. sand _____ 6. it ________  
3. leg _______ 7. bike ______  
4. pant ______ 8. win ______  
 
Scoring: 7 or more is a pass. Score___/8  
 
D. Identifying Final Consonant  
Directions: Ask the child to tell you what sound he/she hears at the end of the word. 
Example: “/t/ is the sound at the end of hat.” “Tell me the sound that you hear at the end of 
park?” /k/. Other practice examples: bag /g/, leap /p/. 
 
 1. clam _____ 5. sky______  
2. base ____ 6. sniff ____  
3. free _____ 7. pay _____  
4. gone ____ 8. nest ____  
 
Scoring: 7 or more is a pass. Score ___/8  
 
 
 
 
 
 
 
 
 
 
 
 
 
 
(Permission granted to copy for use in schools. Not to be reproduced for sale.)  
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Kirwan Assessment (continued)  
 
Name _______________________ Date__________  
 
E. Phoneme Segmentation  
Directions: Ask the student to see if he/she can break a word apart. Example: “The word 
is man. Listen to me break the word apart. /m/../a/../n/.” Other practice examples: /n/…/o/ no, 
/t/…/i/…/p/ tip, /s/…/e/ see.  
 
1. add _____ 6. play _____  
2. get _____ 7. it _____  
3. ripe _____ 8. sun _____  
4. he _____ 9. do _____  
5. not _____ 10. cry _____  
 
Scoring: 9 or more is a pass. Score ___/10  
 
F. Linking Letters to Sounds  
Directions: From the choice of three letters, ask the student to point to the letter that 
represents the beginning sound of the word given. Example: “Point to the letter that says the 
sound you hear at the beginning of the word “sat”. s,p,m, (s). Other practice examples: tan s,m,t, 
(t), deck l,d,r, (d).  
 
1. laugh l, s, i ____ 5. mutter u, h, m ____  
2. frog n, t, f ____ 6. cloud a, c, n _____  
3. water d, w, e ____ 7. gather p, i, g, _____  
4. otter o, b, j ____ 8. answer o, a, k _____  
 
Scoring: 7 or more is a pass. Score___/8  
 
 
 
 
 
 
 
 
 
 
 
 
 
(Permission granted to copy for use in schools. Not to be reproduced for sale.) 
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The complete CORE Phonics Survey can be found by following this link: 
https://drive.google.com/open?id=0B3UYdyPeljwYV3Fpd19hc2MwSWs 
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APPENDIX D 
 
Student Probes 
 
 
 
 
 
 
 
 
 
 
58 
M P B S T 
 
A H E D C
 
N I    F J V
 
L Y R X G
 
W    O Z K  
 
U   Q  
 
Adapted from CORE Phonics Survey (2008) 
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m p b s t 
 
 
 
a h e d c 
 
 
n i f j v 
 
 
l y r x g 
 
 
w o z k u 
 
q 
 
 
Adapted from CORE Phonics Survey (2008) 
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Student ___________________________ 
Short Vowels in CVC Words 
 
Students must read both real and pseudowords (made-up words).  For the real word lines, tell the student: ​I want you 
to read each line of words aloud.​  Before asking the student to read the line of pseudowords, say: ​Now I want you to 
read some made up words.  Do not try to make them sound like real words. 
 
PROBE 1:​  date ____________ 
 
_____/5 cab bid rot sum den 
_____/5 fin vet sap fog dug 
_____/5 rev zat huf bom jin 
 
_____/15 
 
PROBE 2:  ​date ____________ 
 
_____/5 rut pop tad peg dim  
_____/5 jam bun nip fed gob 
_____/5 vam ruk liv bof teb 
 
_____/15  
 
PROBE 3:  ​date ____________ 
 
_____/5 cot wed jam bib hub 
_____/5 log pad hen tub lit 
_____/5 teb mav dom fid vun  
 
_____/15  
 
PROBE 4:  ​date ____________ 
 
_____/5 led hid tab sob mud 
_____/5 ram jet tin hum mop  
_____/5 buc nad meb zok dit  
 
_____/15 
 
PROBE 5:  ​date ____________ 
 
____/5 nag rip hut mob bet 
____/5 tip lap hop met nut 
____/5 yop pok hin ped cad  
 
____/15 
 
PROBE 6:  ​date ____________ 
____/5 rat nun bet gap jot 
____/5 kin fan pug cop pit 
____/5 dop nog fen yit maf 
 
Adapted from CORE Phonics Survey (2008) 
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Short Vowels in CVC Words - Student Sheet 
 
PROBE 1: 
 
cab bid rot sum den 
fin vet sap fog dug 
rev zat huf bom jin 
 
 
PROBE 2: 
 
rut pop tad peg dim  
jam bun nip fed gob 
vam ruk liv bof teb 
 
 
PROBE 3: 
 
cot wed jam bib hub 
log pad hen tub lit 
teb mav dom fid vun  
 
 
PROBE 4: 
 
led hid tab sob mud 
ram jet tin hum mop  
buc nad meb zok dit  
 
 
PROBE 5: 
 
nag rip hut mob bet 
tip lap hop met nut 
yop pok hin ped cad  
 
 
PROBE 6: 
 
rat nun bet gap jot 
kin fan pug cop pit 
dop nog fen yit maf 
 
 
 
Adapted from CORE Phonics Survey (2008) 
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Student ___________________________ 
Consonant Blends With Short Vowels 
 
Students must read both real and pseudowords (made-up words).  For the real word lines, tell the student: ​I want you 
to read each line of words aloud.​  Before asking the student to read the line of pseudowords, say: ​Now I want you to 
read some made up words.  Do not try to make them sound like real words. 
 
PROBE 1:  ​date ____________ 
____/5 fend drum flag limp plop 
____/5 dusk smell soft snap rift 
____/5 brog clin penk stad flup 
 
____/15 
 
PROBE 2:  ​date ____________ 
____/5 tank crop dump sent milk 
____/5 past desk flip plop span 
____/5 trep stup quem filk drap 
 
____/15 
 
PROBE 3:  ​date ____________ 
____/5 spill flex calf plug gold 
____/5 task drop pulp slim desk 
____/5 crup swin wend glon fapt 
 
____/15 
 
PROBE 4:  ​date ____________ 
____/5 pump span bend frog crib 
____/5 crop skid just raft sled 
____/5 drin samp blom sweg prug 
 
____/15 
 
PROBE 5:  ​date ____________ 
____/5 brim trot left lamp grub 
____/5 step snip melt dusk clap 
____/5 frop dact prud smig hesp 
 
____/15 
 
PROBE 6:  ​date ____________ 
____/5 melt snug camp frizz drop 
____/5 gulf stem plot bran slip 
____/5 fost trif swen lask smub 
 
____/15 Adapted from CORE Phonics Survey (2008) 
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Consonant Blends With Short Vowels - Student Sheet 
 
PROBE 1:  
fend drum flag limp plop 
dusk smell soft snap rift 
brog clin penk stad flup 
 
 
PROBE 2: 
tank crop dump sent milk 
past desk flip plop span 
trep stup quem filk drap 
 
 
PROBE 3: 
spill flex calf plug gold 
task drop pulp slim desk 
crup swin wend glon fapt 
 
 
PROBE 4: 
pump span bend frog crib 
crop skid just raft sled 
drin samp blom sweg prug 
 
 
PROBE 5: 
brim trot left lamp grub 
step snip melt dusk clap 
frop dact prud smig hesp 
 
 
PROBE 6: 
melt snug camp frizz drop 
gulf stem plot bran slip 
fost trif swen lask smub 
 
 
Adapted from CORE Phonics Survey (2008) 
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Student ___________________________ 
Short Vowels, Digraphs, and -tch Trigraph 
Students must read both real and pseudowords (made-up words).  For the real word lines, tell the student: ​I want you 
to read each line of words aloud.​  Before asking the student to read the line of pseudowords, say: ​Now I want you to 
read some made up words.  Do not try to make them sound like real words. 
 
PROBE 1:  ​date ____________ 
____/5 ship when watch chug sock 
____/5 rang this lodge mesh rush 
____/5 leck shap whid tung phom 
 
____/15 
 
PROBE 2:  ​date ____________ 
____/5 bath whip much ledge wing 
____/5 chap bang lick shop math 
____/5 whog rutch phen gish tham 
 
____/15 
 
PROBE 3:  ​date ____________ 
____/5 inch them cash hutch song 
____/5 sham chop fudge with neck 
____/5 zung whib chep pock phap 
 
____/15 
 
PROBE 4:  ​date ____________ 
____/5 thud path when dock wish 
____/5 long rich gush that chest 
____/5 shill natch whom medge tung 
 
____/15 
 
PROBE 5:  ​date ____________ 
____/5 shim chop peck badge such 
____/5 then whiz gong such dash 
____/5 vock fath gutch phim chep 
 
____/15 
 
PROBE 6:  ​date ____________ 
____/5 them rush batch whim moth 
____/5 budge then chop back king 
____/5 shom lich feth natch zung 
 
____/15 
Adapted from CORE Phonics Survey (2008) 
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Short Vowels, Digraphs, and -tch Trigraph - Student Copy 
 
PROBE 1:  
ship when watch chug sock 
rang this lodge mesh rush 
leck shap whid tung phom 
 
 
PROBE 2: 
bath whip much ledge wing 
chap bang lick shop math 
whog rutch phen gish tham 
 
 
PROBE 3: 
inch them cash hutch song 
sham chop fudge with neck 
zung whib chep pock phap 
 
 
PROBE 4: 
thud path when dock wish 
long rich gush that chest 
shill natch whom medge tung 
 
 
PROBE 5: 
shim chop peck badge such 
then whiz gong such dash 
vock fath gutch phim chep 
 
 
PROBE 6: 
them rush batch whim moth 
budge then chop back king 
shom lich feth natch zung 
 
Adapted from CORE Phonics Survey (2008) 
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Student ___________________________ 
R-Controlled Vowels 
 
Students must read both real and pseudowords (made-up words).  For the real word lines, tell the student: ​I want you 
to read each line of words aloud.​  Before asking the student to read the line of pseudowords, say: ​Now I want you to 
read some made up words.  Do not try to make them sound like real words. 
 
PROBE 1:  ​date ____________ 
 
_____/5 farm girl born term curd 
_____/5 horn herd cart turf sir 
_____/5 sert lirt mork gurf narp 
 
_____/15 
 
PROBE 2:  ​date ____________ 
 
_____/5 hurt corn mart perm firm  
_____/5 dark burn cord fir berg 
_____/5 lerm borg sirb durp lart 
 
_____/15  
 
PROBE 3:  ​date ____________ 
 
_____/5 germ curl carp girl torn 
_____/5 yarn dorm curt nerd sir 
_____/5 merk sart lork hirm surd  
 
_____/15  
 
PROBE 4:  ​date ____________ 
 
_____/5 tarp firm term sort hurl 
_____/5 jerk fur girl lark fork  
_____/5 purf mard sorg pird lert  
 
_____/15 
 
PROBE 5:  ​date ____________ 
 
____/5 part sir burr fort perk 
____/5 girl dart fort verb murk 
____/5 yort garm virk kerb yurp  
 
____/15 
 
PROBE 6:  ​date ____________ 
 
____/5 tart burn herb irk york 
____/5 fir park turf port herd 
____/5 vorm burk serm girp narp 
Adapted from CORE Phonics Survey (2008) 
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R-Controlled Vowels - Student Sheet 
 
 
PROBE 1: 
 
farm girl born term curd 
horn herd cart turf sir 
sert lirt mork gurf narp 
 
 
PROBE 2: 
 
hurt corn mart perm firm  
dark burn cord fir berg 
lerm borg sirb durp lart 
 
 
PROBE 3: 
 
germ curl carp girl torn 
yarn dorm curt nerd sir 
merk sart lork hirm surd  
 
 
PROBE 4: 
 
tarp firm term sort hurl 
jerk fur girl lark fork  
purf mard sorg pird lert  
 
 
PROBE 5: 
 
part sir burr fort perk 
girl dart fort verb murk 
yort garm virk kerb yurp  
 
 
PROBE 6: 
 
tart burn herb irk york 
fir park turf port herd 
vorm burk serm girp narp 
 
Adapted from CORE Phonics Survey (2008) 
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Student ___________________________ 
Long Vowel Spellings 
 
Students must read both real and pseudowords (made-up words).  For the real word lines, tell the student: ​I want you 
to read each line of words aloud.​  Before asking the student to read the line of pseudowords, say: ​Now I want you to 
read some made up words.  Do not try to make them sound like real words. 
 
PROBE 1:  ​date ____________ 
 
_____/5 bake lie rope main meet 
_____/5 hike here pay row seam 
_____/5 veem bain heam toal poe 
 
_____/15 
 
PROBE 2:  ​date ____________ 
 
_____/5 doe row pail team pie  
_____/5 take may five reef joke 
_____/5 vay fean sibe hoad keem 
 
_____/15  
 
PROBE 3:  ​date ____________ 
 
_____/5 loan jeep name ride bay 
_____/5 rail fine mow say seal 
_____/5 peaf tane voe pode zeel  
 
_____/15  
 
PROBE 4:  ​date ____________ 
 
_____/5 seek tile pain teal fear 
_____/5 tame neat cry bowl coat  
_____/5 nay hane leeb nole nie  
 
_____/15 
 
PROBE 5:  ​date ____________ 
 
____/5 day lime fame grow lead 
____/5 raom tail die heel tone 
____/5 beal roak poe jeem pait  
 
____/15 
 
PROBE 6:  ​date ____________ 
____/5 fade foe weep fail vote 
____/5 mice rain loaf flow meal 
____/5 goad tobe seaf pime fay 
Adapted from CORE Phonics Survey (2008) 
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Long Vowel Spellings - Student Sheet 
 
 
PROBE 1: 
 
bake lie rope main meet 
hike here pay row seam 
veem bain heam toal poe 
 
 
PROBE 2: 
 
doe row pail team pie  
take may five reef joke 
vay fean sibe hoad keem 
 
 
PROBE 3: 
 
loan jeep name ride bay 
rail fine mow say seal 
peaf tane voe pode zeel  
 
 
PROBE 4: 
 
seek tile pain teal fear 
tame neat cry bowl coat  
nay hane leeb nole nie  
 
 
PROBE 5: 
 
day lime fame grow lead 
raom tail die heel tone 
beal roak poe jeem pait  
 
 
PROBE 6: 
 
fade foe weep fail vote 
mice rain loaf flow meal 
goad tobe seaf pime fay 
 
Adapted from CORE Phonics Survey (2008) 
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Student ___________________________ 
Variant Vowels 
 
Students must read both real and pseudowords (made-up words).  For the real word lines, tell the student: ​I want you 
to read each line of words aloud.​  Before asking the student to read the line of pseudowords, say: ​Now I want you to 
read some made up words.  Do not try to make them sound like real words. 
 
PROBE 1:  ​date ____________ 
 
_____/5 boy dew foot due haul 
_____/5 pout jaw brown boil cool 
_____/5 lawk moil foy hout rown 
 
_____/15 
 
PROBE 2:  ​date ____________ 
 
_____/5 room cloud yawn blue new 
_____/5 fault hoof cow joy foil 
_____/5 salk zoil bour mool faw 
 
_____/15  
 
PROBE 3:  ​date ____________ 
 
_____/5 our food grew soil tall 
_____/5 paw sour how clue hood 
_____/5 foud voy toop baul blaw 
_____/15  
 
PROBE 4:  ​date ____________ 
 
_____/5 glue join town law noon 
_____/5 walk out wool knew coy 
_____/5 foon jawk balt vall moy  
 
_____/15 
 
PROBE 5:  ​date ____________ 
 
_____/5 salt pool owl soy hue 
_____/5 flew full raw ouch oil 
_____/5 hoy rout dool lew plaw  
 
____/15 
 
PROBE 6:  ​date ____________ 
 
_____/5 lawn fool coil shout nook 
_____/5 roof chew crown talk cue 
_____/5 nout zoy hool naw rew 
Adapted from CORE Phonics Survey (2008) 
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Variant Vowels - Student Sheet 
 
PROBE 1: 
 
boy dew foot due haul 
pout jaw brown boil cool 
lawk moil foy hout rown 
 
 
PROBE 2: 
 
room cloud yawn blue new 
fault hoof cow joy foil 
salk zoil bour mool faw 
 
 
PROBE 3: 
 
our food grew soil tall 
paw sour how clue hood 
foud voy toop baul blaw 
 
 
PROBE 4: 
 
glue join town law noon 
walk out wool knew coy 
foon jawk balt vall moy  
 
 
PROBE 5: 
 
salt pool owl soy hue 
flew full raw ouch oil 
hoy rout dool lew plaw  
 
 
PROBE 6: 
 
lawn fool coil shout nook 
roof chew crown talk cue 
nout zoy hool naw rew 
 
Adapted from CORE Phonics Survey (2008) 
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Student ___________________________ 
Low Frequency Vowel and Consonant Spellings 
 
Students must read both real and pseudowords (made-up words).  For the real word lines, tell the student: ​I want you 
to read each line of words aloud.​  Before asking the student to read the line of pseudowords, say: ​Now I want you to 
read some made up words.  Do not try to make them sound like real words. 
 
PROBE 1:  ​date ____________ 
 
_____/5 knit wrap gnaw limb ghast 
_____/5 hype bread page cell fight 
_____/5 fice vigh knug mumb wreg 
 
_____/15 
 
PROBE 2:  ​date ____________ 
 
_____/5 deaf high wreck ghost gym 
_____/5 city comb gnash knot cycle 
_____/5 bimb knib dace wran righ 
 
_____/15 
 
PROBE 3:  ​date ____________ 
 
_____/5 wrist ghast rigid ace lamb 
_____/5 bud knob sight head gnome 
_____/5 kned simb wrin gnug pice 
 
_____/15 
 
PROBE 4:  ​date ____________ 
 
_____/5 sign germ light hype ghost 
_____/5 meant wren nice thumb knee 
_____/5 tamb hase zigh knug wroff 
 
_____/15 
 
PROBE 5:  ​date ____________ 
 
_____/5 ghast thigh knelt cycle hinge 
_____/5 wrote debt gnaw cinch dead 
_____/5 wase vomb gnab knell wrup 
 
_____/15 
 
PROBE 6:  ​date ____________ 
 
_____/5 write guy climb ghost face 
_____/5 gnash digit might knife breath 
_____/5 flumb knim tigh wrem tice 
 
_____/15 Adapted from CORE Phonics Survey (2008) 
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Low Frequency Vowel and Consonant Spellings - Student Sheet 
 
PROBE 1: 
 
knit wrap gnaw limb ghast 
hype bread page cell fight 
fice vigh knug mumb wreg 
 
PROBE 2:  
 
deaf high wreck ghost gym 
city comb gnash knot cycle 
bimb knib dace wran righ 
 
PROBE 3:  
  
wrist ghast rigid ace lamb 
bud knob sight head gnome 
kned simb wrin gnug pice 
 
PROBE 4:  
  
sign germ light hype ghost 
meant wren nice thumb knee 
tamb hase zigh knug wroff 
 
PROBE 5: 
  
ghast thigh knelt cycle hinge 
wrote debt gnaw cinch dead 
wase vomb gnab knell wrup 
 
PROBE 6:  
 
write guy climb ghost face 
gnash digit might knife breath 
flumb knim tigh wrem tice 
 
 
 
 
 
Adapted from CORE Phonics Survey (2008) 
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Multisyllabic Words Probes:  
https://drive.google.com/open?id=0B3UYdyPeljwYVHd3clUwZ0hXRFE 
 
 
 
Adapted from CORE Phonics Survey (2008) 
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APPENDIX E 
 
Word Lists 
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Word Lists  
 
Long A Long E with Y at end ee 
 
Ay any feel 
Play bushy peel 
Day busy heel 
Stay pointy reel 
May stubby feed 
Delay tasty meet 
Spray  
 
Ai ea Silent g 
Main beach gnat 
Train treat gnome 
Rail seat gnarly  
Mail lean gnaw 
Rain meat gnu 
Air read 
Sail 
Stair 
 
Long I with Y at end Short E Silent k 
Sly bread knife 
By head know 
My dread knew 
Fly lead kneel 
Dry read knit 
Try breath knob 
Sweat knot 
Knock 
 
Ew words Ue words Aw words 
Drew cue draw 
Chew Sue fawn 
Stew due claw 
Knew glue saw 
Grew clue paw 
Brew true gnaw 
Threw blue awful 
Few hawk 
77 
 
Blends 
 
Trap wasp grass 
Trick crisp grow 
Truck wisp green 
Trot lisp grape 
Trek growl 
Trip 
 
Spell best glass 
Spot rest glam 
Spill boost glisten 
Spit first glow 
Spunky gleam 
Spark 
 
Stop skunk flow 
Stem skate flag  
Stuck skid flower 
Still skill flick 
Stamp flat 
Step scale flap 
Stair score  
Sting scrap frog 
Scrape frown 
Frame 
Creak drum friend 
Crack draw fred 
Crib drew 
Crock drink cloud 
Crud drank click 
Crop drill climb 
Crayon drain clank 
Credit clamp 
Class 
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Digraphs -dge ow/ou 
Chair ridge cow  
Chin bridge wow 
Cheese porridge towel 
Chop fidget sow 
Which cartridge now 
Itch snow 
Ditch edge blow 
Hutch ledge low 
Catch hedge mow 
Glitch wedge  
Pledge 
Thumb knowledge house 
This mouse 
Thick dodge route 
Think lodge south 
Thin dislodge mouth 
With 
Sloth budget ed ending sounds 
Cloth budge painted 
Fudge wanted 
Shut judge added  
Shin nudge  
Shine smudge smiled 
Shoe mailed 
Show oy/oi smelled 
Wish toy played 
Dish boy  
Mash royal hopped 
Wash washed 
Spoil kicked 
Boil laughed 
Coin missed 
Looked 
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Short a short e short i 
Cat ten sit 
Sad tell lid 
Map test pig 
Sat end big 
Hat beg lip 
Can red pin 
Nap bed dig 
Mad jet hit 
Bad hen rip 
Rag leg hid 
Had web hip 
Bat fed bit 
Tag set wig 
Lap rest tip 
Ran nest dip 
Man yet win 
 
Short o short u 
Pot hut 
Dog fun 
Hot run  
Frog cut 
Nod bud 
Sob shut 
Hop dug 
Sock mud 
Mop hush 
Doll bunk 
Log rust 
On bug 
Not hug 
Box tub 
Drop sun 
Mom drum 
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Long a_e Long i_e Long o_e 
Make bike hope 
Late wide note 
Cake side rope 
Shake mine nope 
Fade wipe woke 
Take smile code 
Wade bride spoke 
Game like rode 
Cane pine choke 
Shame time broke 
Cape hide hole 
Flake bite cone 
Came hive vote 
Lane five smoke 
Flame nine stone 
Date hike bone 
 
Long u 
Cute 
Cube 
Mule 
Rule 
Duke 
Flute 
Fume 
Huge 
Mute 
Prune 
Tune 
Tube 
Crude 
Dune 
Pure 
Puke 
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S Blends R Blends Ending Blends 
Skate grip pink 
Sled trap fast 
Snake grab grand 
Smash crab land 
Scan trip drink 
Stop crib ant 
Snack brag tank 
Snap brick hint 
State drip ink 
Smell drag wind 
Skip drill mist 
Spill tram last 
Snug gram bank 
Skin bran hand 
Slip Fran sand 
Scab grad list 
 
 
Ch digraphs Sh digraphs Th digraphs 
Chat shut then 
Check shin path 
Which wish think 
chick shack thin 
Champ shell math 
chop fish with 
chip shed thank 
cash bath 
 
 
Wh digraphs tch digraphs 
Whale patch 
Which match 
White batch 
Itch 
Witch 
Catch 
Latch 
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Triple consonant blends er, ir, ur or 
Scrape shirt short 
Stripe hurt pork  
Splash her cork  
Spring girl cord 
Scrap curl for 
String germ fork 
Strip bird horn 
Strap third sword 
Strand fern fort 
Strike burn born 
Scratch turn torn 
Strum whirl corn  
Scrub dirt shore 
Splat first more 
Splint nurse port 
Sprint fur worn 
 
 
Ar e, -y ou, ow 
Art me cow 
Park happy howl 
Cart funny shout 
Card be ground 
Part silly sound 
Hard pretty now 
Mark he how 
Start puppy clown 
Star baby frown 
Car she found 
March see down 
Dark plenty mouse 
Jar we found 
Shark lazy prowl 
Smart candy house 
Barn sticky gown 
 
 
 
 
 
 
83 
Oo (like in book) oo (like in boot) 
book boot 
Foot moon 
Look roof 
Cook zoo 
Good broom 
Hook soon 
Stood food 
Wood room 
Took boo 
Crook zoom  
Wool cool 
Shook noon 
Whoosh pool 
Hood hoop 
Hoof scoot 
Nook tooth 
 
 
Ee, ea oa, ow au,aw 
Seed goat law 
feed soap claw 
week boat straw 
Need toad saw 
Feel goal paw 
Creek loan dawn 
Peek load draw 
Read coach thaw 
Team coal yawn 
Heal grow lawn 
Bead row haul 
Beak mow launch 
Bean low haunt 
Mean tow cause 
Leak crow pause 
Streak show taunt 
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Ay, ai y, igh oi, oy 
Say my boy 
Stay sky toy 
May fly joy 
Bay try ploy 
Hay by soy 
Play shy soil 
Spray why boil 
Rail sigh join 
Sail night oink 
Rain bright moist 
Aim right foil 
Tail sight coin 
Mail flight coil 
Pain high noise 
Nail might oil  
 
Two syllables Three syllables Four syllables 
Purple family America 
Perfect chocolate January 
Twelve banana information 
Sliver piano alligator 
Tuesday animal technology 
Pizza Wednesday watermelon 
Princess seventy appreciate 
People amazing vegetable 
Happy history alien 
Music elephant television 
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APPENDIX F 
 
Interventions 
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Interventions to use for each Phonics Skill  
 
Phoneme Segmentation 
Picture Slide
Segmenting Phonemes with Counters
Segmenting Phonemes with Pictures
Segmenting memory
Move the Sounds 
Letter spin  
Oral Blending of Onset-Rime
Quick Pick
Rime House
Sound Detective 
Guessing game
Onset-Rime Sort
Blending Onset-Rime Pictures 
Oral Blending of Phonemes
Picture Slide
Blending Bee
Critter Sitter 
Identifying Initial Consonant
Letter sound sort 
Letter sound dominoes
Hungry letter mouse
Initial Sound Sort
Beginning Sound Bingo
Beginning Sounds Set
Beginning Sounds Concentration  
Identify Final Consonant
Letter sound pyramid
Ending Sound Picture Sort
Ending Sound Sets
Ending Sound Concentration 
Final Consonant Word Wheel
Final Consonant Swap  
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Linking Letters to Sounds
Name that letter/say that sound
Words around us memory game
Which letter makes this sound?
Letter-Sound BINGO  
Rhyming
Matching Rhyme Time
Rhyming a-lot-oh!
Pocket Rhymes
Rhyme Closed Sort
Rhyming Concentration 
Rhyming Game
Rhyme Pie
Rhyme Memory Match 
Letter names- upper/lowercase 
Closer to Z 
Instant letter Recognition charts 
Missing letter decks 
Matching letters game 
Hide-a-chip 
Letter spin 
Alphabet arc  
Name that letter/say that sound 
Letter sound dominoes 
Fluency letter wheel  
Letter sound pyramid 
Alphabet chart activities 
Matching letter shapes to names 
Letter sound sort  
Which letter am I?  
Hungry letter mouse 
 
 
Consonant sounds 
Beginning Sound Sets​ ​(add letter cards for sorting to make it a phonics lesson)
Initial Sound Picture Sort​ ​(add letter cards for the headers in the sorting to make it a phonics lesson)
Beginning Sound Bingo​ ​(to make it a phonics lesson, instead of saying the word and students matching the sound, say 
the name of the letter) 
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Beginning Sound Sets​ ​(add letter cards for the headers in the sorting to make it a phonics lesson)
Ending Sound Sorts​ ​(add letter cards for the headers in the sorting to make it a phonics lesson)
Ending Sound Picture Sort​ ​(add letter cards for the headers in the sorting to make it a phonics lesson)
Connect four​ ​(on board have a consonant letter in each square)  
Long/Short Vowel sounds 
Comparing Middle Long Vowel Sounds
Comparing Middle Short Vowel Sounds
Connect four​ ​(have words with  short or long vowel sounds in each square on the game board)  
 
Short Vowels in CVC words 
 Guess the word and robot talk​ ​(this can be used for phonemic awareness, but just by using word cards 
instead of picture cards, it becomes a phonics lesson.)  
Blending/Segmenting baseball​ ​(​look at the variations to make the “original” game into a phonics lesson.) 
Tap and sweep/what did I say?​ ​(​look at the variations to make the “original” game into a phonics lesson.) 
Elkonin (sound boxes)  
Push the sounds ​(​look at the variations to make the “original” game into a phonics lesson.)  
Fill in the initial word  
Connect four​ ​(on the playing board put a CVC word in each square) 
 
Consonant blends with short vowels 
Segmenting memory​ ​(To make a phonics lesson have the cards in the pile be word cards or vice versa, so the 
students is seeing the word and the picture that goes along with it.)  
Elkonin (sound boxes) ​(make sure you are using words with consonant blends and short vowels.)  
Segmenting baseball​ (​have word cards for them to segment. Make sure the words have consonant blends with 
short vowels) 
Blending bee​ ​(to make this a phonics lesson have the students write the word down as they segment each 
phoneme and blend it together)  
Connect four​ ​(make sure the words on the board have consonant blends with short vowels)  
 
Short vowels, digraphs, and tch trigraph 
Blending bee​ (to make this a phonics lesson have the students write the word down as they segment each 
phoneme and blend it together) 
Connect four​ ​(make sure the words used have short vowels, digraphs and tch trigraphs.) 
Digraph Memory  
Digraph BINGO 
Digraph Word Puzzles 
Four Square 
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R-Controlled Vowels 
R-controlled Spin​ ​(scroll down to page 39 in the link to find directions for this intervention) 
Connect four​ ​(put r-controlled vowel words in each square on the game board) 
R-controlled Vowel Word Sort 
R-Controlled Vowel Bingo 
Four Square  
 
 
Long Vowel Spelling 
Connect four​ ​(make sure to use words with long vowels in each square on the game board) 
Long Vowel Sort 
Long and Short Vowel Sort 
 
 
Variant Vowels 
Connect four​ ​(make sure to use variant vowel words in each square on the game board) 
Writing /oy/, /oi/ and /ou/, /ow/ Words  
Diphthong Memory 
 
 
Low frequency vowel and consonant spelling  
Connect four​ ​(make sure to use low frequency vowel and consonant spelling words in each square on the game 
board) 
BAM 
 
 
Multisyllabic words 
Connect four​ ​(make sure to use multisyllabic words in each square on the game board) 
How many Syllables? 
Multisyllable Match 
 
 
 
 
 
 
 
 
 
 
90 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
91 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
